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An educatir reader who happened to delve into the history.

of teacher tralaing_in_America would find the readinjg_feirly !WI%

Typically, preservice teachers comnlete two years of liberal arts

study and are Admitted to,a teaph-Pr training program. Once enrolled,

the prospective teacher eneounters a fairly rigid series of prescribed

courses. Though admittedly a sim:plified overview, this course of

instruction ct w iy begins with study in what is generally referred

to as tho gol,nriPtioLl areas, including the history, phfilosophy,

sociology, acid psychology of education. 'SUbsequently, the rledgling

teaCber takes a series of methods courses in the content areas, i.e.,

reading, mathematics, social studies, science, and .language arts.

Fini.11y, the student teaching experience

tion prograr, with the student receiving

initial teaching certificate. Secondary_
ariiI trade in a few methods courses for

.teaeing specialty.

concludes the teacher prepare:

a bachPloris degree and an

preserviCe teachers custom-

a content emphasis in their'

As previously stated, that's history. Recently, things have

begun to happen in teacher education and dramatic changes can be seea..

At least four factors are imiortant to eonsider_in contemPorary

teacher education programs Though not in any 'particular order,.thesq.

include: 1) the demand for increased accountability; 2) the emphasis .

on field-based instruction; 3Ythe need for responsiveness to field

input, and; 4) the need for responsiveness to student input. .

In New York State, the demand for increased 'accountaBility

ha,. been translated into a State reauirement for the development'of

competency-based teacher education pro:4- n . In the case of The

Syracuse Teacher corps Program that proihded the data for this study,

the demands of field based instruction haire been translated into an

internship in the schools. The State has required-field,i4ut into

program development in teacher education, and Teacher Corps hai a

history of encouraging program sensitivity to student input. Conse-

quently, an analysis of the type of program about to be described -`
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differs greatergreatly from the brief historical description *rez.est.,43
.

earlier.

The'Syracuse Te.P.chor Corps

The feta or this study were gatheTed as a function of the

Eighth Cycle Syracuse.Tgacher Corps program. Briefly, tbis-progre=

rezz-iii-ted students Who bad completed two years of undm-gieduate train-

ins, and prgvideda teacher education program that led to a bachelors

degree and an initial tear4.,41-7, cetmtific;te.

"The pros4e.14 was field based to the-eZtt that the in

sre:it approrlmtfayhPlf of their time on an instractirn=1 team in

a_ school setting. The other hlof of their emr,,itnent was directed

toward the pin'saal of university courses necessary to coilete their
.

academic program.

The field-based invoismt of the interns provided the
-

for t7mnee hours cruet each semeata;eer three hours credit

th in. etlitz su=er. This fifteact-ixna.blo.ck of field -based

ruction, approximate i one-third of the student's professional

prograM4 provided the data for this study. It is important
ti

to note that the campus-based pert of the interns? progran, both

liberal arts and professional education, are not reelected in the
ANIL

data.

the unit of_analysis in this study is t4e. tiro -year vrogran.

Me. vehicle for analysis is the CO=Delariajtgree;XlItyi -A-eaz:peteney
_ -

agre=enf''Ncs negotiated contract involving the preserviee intern

4 and either a field-based team leader or a field-based,clinical-_
instructor. All program personnel, alang_with the thin -one interns,

at were trained in the process of developing competency statements and

negotiating competency agreements. A competeetyagre..u. includeS:

1) a rationale for competency selection;.2) anonbehavioral stat,ent

1,
. I

Sam J. Yarger and Andrew Lebby, "The Milting and Rat
ofCompetency Agreements,"-Syracuse University, Fall 1974. (Unpub- '

.1/shed mimeograph.)
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of c=;Peeter47; 3) precise objectives which the ccapetamicx,can

be inferred; 4) a s t a t e m e n t of t h e siSnation u n d e r whieh the comme-

tency will b e d PnrirRtrated; 5) indicators of do. hencies which

specify the assessment tools; 6) a statemeArof the learning activi-

ties so be uzed in pursuit...of eompesency development; 7) a descrip-

V..= of the needed instructional support; and; 8) en est.-C-re of the

tine involed. Competency agreements were viewed as total units,

1-1711,. not P*lowinz for disjointed arnroadhes to' en ini-Tvidnal's pro-

gralz-

Prior to the training,. the prngram perticipente,were

informed- that the process was designed .-ik. that each irAividual

intern's program could reflect specific needs both in terme-of
-

the intern and in terms el the school setting No reauir-g-4nls were

made of field personnel in regard to the eacteatJef the compeiendy

agreement. Indeed, it wasexplPifed that this process was a VITO-

grP-mPUe atte....pt to be responsive to field input, to he responsive

to ;le needs of stndents,.as well as to allow for an independent and

personalized approach to teacher education.

radversity personnel in the program did, however, provide

competency -based field materials that could be easily translated into

competency ogre eats. This was done in an effort to provide content .

fear competency agreements when desired, partictoprly at the onset.
, es.

Also, it did neet the requirement that university program personnel

were obligated to, in fact, conceptualize and mien the pro: .... It

waS ennhatized,.:Lwever, that there was no intent to view these cam-

petency nodules as anything but a single source of possible ototfons.

University profesiorsthemselVes did not negotiate eoppetency

agreements. Thdse'were negotiated between interns and fieldperson-

nel, University personnel did, however, serve as instructional

resources and as instructors upon derArtd when competency agreements

so required. In some eases, interns negotiated common or group

agreements~, and rrini-courses of varying types were taught by uni-

versity personnel.
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The primary role of the University ;program personnel 'es

that of bookkeeper for the proven:. All negotiated connetenoy agree

cents were submitted to university offices and ,a complete record was

.kept of each interm.'s progress. Virtually no rejection of competency

agreezents was performed by university personnel. It les thought that

this strategy would create a gin'el."-s...-od more widesprea&aeceutence of

the competency t cress, as well as provide richer inform-_

tion concerning Neld perceived needs of nreserviee'teadhers.

- :WO

School Eliviranwnt and. Subjects

The data for th5s,study reflect the perceived tr4nira- needs

}b.

Syracuse, New York. The students in the.schools Are considered to

be from a :towel. andlworking-eltes sodioenomad population. The

schools axre nixed racial y, with a predorri.L1Ance of black-children, a

-7-I-Trity of white children, and a very-lindted number of Zpardsb-

,
The thirty-one leacher Come interns ware distributed in the

schooli on instructional,teams that consisted of 5 or 6 interns,-1

team leader, and 2 to 4 cooperating teachers. The 31 Teacher Corps

interns consisted of 23 females: 12 black, 10 white and 1-Oriental;

'plus 8 males: .6 black and 2 white. The'five team leaders:selected

because of their perceived competence as classroom teachers, con-

sited of 3 white nales and 2 black females. The",tipp eel fieldP,

instructors, who were university_emplayed but exc/Usively field

based, consisted of two white females.

' The interns selected for the Syraclise Teacher Corps Projedi

were chosen on the basis of 1) stated commitment to inner-city

teAchiilg through Teacher Corps application; 2) g-complex progra-

mtic screening process involving group interviews, and; 3) ethnic

and sex distribution concerns (although the emphasis was nn

ing males rather than females). Traditional acadeniC requirelents

of the university were not employed, though the'screAing committee

6
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sonetirls used these data as, oart of the total decisioning pro-

cess. The neon entrance grade point average for the th irty-one

interns was 2.35 tom a 4.0 scale)... The individual grade point

'averages ranged from 1.72 to 3.80, with a standarddeviation of

.425. It should be noted that the mean grade point average of the

in=ming interns was approximately .15 below the vTrin4rP? acceptable

gredeyoint average (2.5) for aa-r4ssion tothe.tri.inTsdty's tradi-

tia-P, teacher educatiOn program.

Data Collection and AnPlysis

. The basic data for this study, 642 negotiated competency

agreements, were f--011.pct-p,dbatz-Ap-p_ _Sotrt-g-Tor 1, 1923 Pnel Uhy 30,

2975. The mean number of commetency agreements per intern was 20.77,

with a low of 13 and a high of 31.

Other data, were also used for purposes of analysis. These

data were programmatically generated pnd were not obtained specifi-

cally for purposes of this study. However, their availability ren-

dered them usable. These data incllide the interns' grade point aver-
,

age, both for education as well as noneducation courses, and the Watson-

Glazer Critical Tbinning Appraisal. Personological data such as

age, race and sex were also available.

Definitions

The data were analyzed along two dimensions that reauired /

interpretation, and therefore the training of coders, plus three

dimensions that required only clerical transcription. The two dimen-

sions requiring interpTetatiop were labeled "Competency Area" and

"Professional Intensity" while the three requiring clerical trans-

cription were entitled "Role of Negotiator," "Source and IndividuPlity

of Agreement," and "Program Phase." The definitions of these basic

dimensions constitute the analytical vehicles for this study.

7
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Connetenoy Areas

Competpgy areas are seen as the basic professional training

areas that comprise the totality of the field-lased trsining pro-

gram.

Content.--Cbntent ca:metimayserememas are designed

for the development or sue? Inci?edge base. _They

reouire mo int:erection with children and no demon-

stration of any instructinnol skill. A Content
1

competency egreenent may be &veloped in refer-

ence ID a discipline, or nay be developed in a

pedagogical and /or- interpersonal domain The key

criterion is that it relates only to knowing about

sccething, not acting on that knowTake withifi

the teaching role. u.mles include learning con-

versational ash, a review of three scieneepTo-

grams, and the operation of audiovisual eauipment:

interpersonal: -- Interpersonal competency ag4e-
---

werewere designed.to aid the preservice student

in developing:skill's' in relating to others, either

children or adults. They are distinguished from

Content competency agreements,in that they go

beyond learning about interpersonal skills and

relate to the noninstructional use of that informa-

tion. They'are distinct from either Behavioral

Nhnagement or Instructional Planning of /brrisgement

categories in that they do not require the use of

the skills within the classroom,

Behavioral MPTIngement.1=A Behavioral Management

competency agreement is designed to develop the'

preservice student's abillt to manage a class-

room environment or the be or of children

within th4 classrOom. Althdu h it has purpose
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(objectives, goals, etc.), it does not relate to

instruction. Bather, Behavioral Vbnagement comme-

tem7 agreemeats7Iiicus on such thingaes disc/1:04/w,,

spatial arraliiic;ents, the mcminstructional.placenent

of children; and processes that

yet noninstnicticnal intaturgy

rules, classroom meetings.

1;nstructional Planning and

tianal Planning agreements

are interTersocaq.

e.g., classroom '

Vhnagenent.--instruc-
.

include those that are

'intended to teaddTreservice students how to paaJo

and/or prepare for instruction. Instrudtionel

VhnageneUtincludes those- is Which in-

struct the student in either a specific method

or a more general instruction fly related manage-

rent technique. Agreements fplling within this

category go beyond knowledge and content and

7AS

require either instructional planing, or actual

interaction and instructional procedures with

children.

Integrative.-.-An Integrative competency agree -

Dent is one that-calls umon the preservice stu-,

dent to "put together" various components in a

meaningful way. It many require that the student

implement a total program for an extended period

of time, or it Inv require that the student -.
,

focus an the maintenance of two or more abtivi-

ties simultaneously. It goes beyond either of

the management categories but may utilize ele-

ments of both. In short, it an upward exten-

sion of either management category'and focuses.
on requiring he preservice student to fbnetion

more likg. a "regular teacher;"
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Professional Intensity

8

Professional intensity refers to the level of,profess4Fal -

involvement necessary to successfully Complete'the cOmmetency agree-

ments. The more involvement necessary the more the preservice.stu-
__

dent will be acting like a "regular teacher."

Preparatory.--This category includes those agreements

which prepare a preservice teacher for an active

teaching role, trough traditional study. It may

utilize teaching materials and tle observation of

teachers and/or students. Though the activity is

logically linked to preparing for actual instruc-
.

tiopal involvement with children, no involvement

is required.

Isnitfel InterACtive%=-An Initial Ifiterad'75ecompe-

tency agreement requires the preservice.student to

interact with children and /or with parents in an

instructional setting. There are limitations.on

the involvement, however, since the student does

not accept total and/or extended instructional

responsibility. The activity is short range and

usually unidimensional in nature, In may demand

supervision of a cooperating teacher.

_

Advanced Intgialive.7-AdVancedInteractive compe-

tency agreements require the preservice students

to .teach for a longer peTiod of time (one -half day

or more), and assume 'the responsibility of

classroom. .These'respansibilities are likely to

be more multi-dimensional in nature than those

which fall in the Initial Interactive category.

It suggests that the preservice student is able to

behave in a more integrated fashion, like an experi-

enced teacher.



Role of Competency Agreement Negotiator
.60

School-Based University Personnel.--This category

refers to those individuals, rho were called

"Clinical Field Instructors.; They operated

exclusi. ly within the field, though were

. employed by the university. Their role waa

the negotiatidn of competency agreementswith

regards to the school needs of the preservice.

interns rather than needs that might have been

expressed by university personnel: The primary

concern of the school-based university person-

nel focused on the development of the student's -

skills in the classroom where they were assigned.

School Personnel.--School personnel refers to

those individuals who worked with interns as

employees of the city - school distrItts: Typi-

cally this role was fulfilled.by a team leader,

though on occasion other instructions; personnel
;

became involved.'

) /

Sburce and Individuality of
Gompetency Agreements

Program Generated/Shared.=-

falling in this category are

university program personnel in isolation from

interns and offered-to inte s as options. They

were.negotiated by a Angle inteindr.a grdup of

*terns. If the agreement was negotiated by a

single intern, that competency agreement must

halip been Utilized ty_at least one other-intern

to be included in this category.

mpetency agreements

those prepared by

c

1 I

4

9
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-Field generated/Shared.--ntis Category 'includes-those

competency agreements developed in the field by the

interns and i.eld-based persoignel. They may have-been:

negotiated by either an intern or a group of interns:

'If the agreement. wee negotiated by a single intern?

the agreement must have been utillopd by at least, one.
.

.other intern.

Unique competency agreement is one that

was negotiated by an individual intern for his, or her

owli personal use. There are no other competehcy

agreements.identical to this one.

Program Phase

For:analytical rurpOses,.the program was broken into five

separate phases. _ , :. / ., ,

SemesteicI.-:-September 1,.1973 Waugh December 30,, 1973.

Semester II.L-,Ianuary 1, 1974 through -May 30, 1974.

Intervening Slimmep.--June- ?i',:1974 through August-31, 1974.
r

..
Semester III.-- September 1, 1974 through Decaber.31,.1974. ,_

,........

Semester M.January 1, 1975 thrpugh,May 30, 1975.

t

Training of Coders

Two undergraduate students at Syracuse University Were '

employed for purposes of interpreting the competency agreements in

term's of the Coding categories. Training of the coders took place

in two &unions of approximately,threelhours each. Subsequent to e
?' r,

study of operational definitions of the coding categories, the students

attempted to interpret the competency agreements 1:6 smalzracps.of.

ten, selected in an unsystematic fasAot. .lien the coderb-had reached

'proficiency so that they could achieve 80 per cent or more agreement

on three consecutive groups of ten, coding for the purpOse :of analys.is.1:,

e-'

1 2 .
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Iwere then returned to the total group.

\ The interpretation of the competency agreements required

approrimately twenty hours on five separate occasions. Both studenta

coded all of the agreements.' In the ComoetencY Area dimension, the

coders aepievee93 per cent agreement on all Aategories. These

instances where disagreement did cur were discussed and agreement

was reached with the help of a,Te earth assistant. The same process

was utilized for Professimpl intensity, with a 9! per cent agree:tent

with all pozietency agreements and the disagreements were negotiated.

the three categories requiring only clerical transcription, there

were better than 99 per cent agreement, and when errors were found,

was begun. Those cotpetency agreements used for training purposes

they were the. result of clerical mistranscriotion.
,

Analysis of Data-
,

The data were first cast in a descriptive mode. Subsequently,
_ . .

:de-descriptive statistics were.analThed and questionq,Wer% 7,ted:

These qtestiont were then proposed -in a statistical, framework. -7.
-

resultant are post hocin nature and presented for the better

understate of the impxrtant.aspects of this study.

Findings

The basic findiTts-will be presented in a mode that describes

the tw year%program in terms related to nagotiatedcompetency agree-
.

ments. Additionally, data will be presented-that focus on comparisons

of the basic data with other available programmatic information.

Table 1 presents. the distribution of the total number Of

competency agreements over the entire program. The distribution -

appears to be uhspectacularwith the exception of the third semester,

when a significant crop in thknumber of initiated competency agree-

ments occurred. Atleatt two possible explanations.exist for this

phenomenon. First, the third semester began directly on the heels
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of the only v-aeation the in' had dur ing' the two-yeeerocience.

It is possible that after be rg away frOm the rigors of a very

involved program, thor.: vaisome difficulty experienced in reorienting

13

themselves to the task FA band. SecoDid; and the data are riot complete

enough to .Ferify this; it is possible that there were =any uncomnleted

ccmpetiency agreemenig negotiated' earlier in the prOtAa,L., thus the

ecpld have'seen-this as the appT?priate period to finish

uncompleted-,talorbefor4 initiating new .res.

Table 2 presents the negotiated agreesetn, by eompetency area.

Firpt, it is-imp?rtant to noteSeveral mt sting finAings emerge.

the very :.1611w newer of Integrative compeOtacy agreements.

the stuptants were all required to teach f4? eitended periods

prior 4.o graduation, it appears that in pteparation'for thit;

there was- little need perceived to develO'specifec raining
It'is possible that field personnel expeattd, erroneously CT

Although

of .tines

assi

procedures.

otherwise,

benefitthat second year interns could 'Tut it tog;:ther witbout'the

/ of specific training

Contrary to the writer's suspicions, there was also a paucity

of Interpersonal competency agreements. It is possible that both stu-

dents and field personnel perceived this to be an 6.1;ea where it was

difficult to negotiate an agreement within the prescribed guidelines.

In other words, the activities associated Alth Interpersonel.comPe-

tency agreement may Well have occurred at a highei.rate their is

reflected in these data.

appears that learning about things (content) ias not per- ;

ceived/as a high priority need. It may be. that field personnrel believed

thatarea'to be the domain of the university,, or it may be that in

light of the highly interactive nature of the field-based program,

that content needs were simply overlooked.: A more frightening possi-

bility is that'the heavy emphasis on interaction with children in a

Meld -based program simply blotted out the important need for knowl-

edge and understanding. It should be noted, however, that such an

analysis clearly goes beyond the available information.
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Behaviors? I.Forogoront andInstractir-Tv.1 Paarmimg and ih'''PEe-'

nent constitute the bulk of the conzetency agikeements (nearly 85 per

cent), with insfructiomal 1 ng prt3 lionogement dotblirg that of

Behavioral 1-Progenent. One Observation is that while Behavioral

hr Bent competency egree6ents tended to decrease as the program,

progressed, Ins.tractinnoi Planning Ilanagenent competencies tended

to increase. This would appear to be consistent with an proiysis

of -h.,ov a fieldhesed teocher education ZTOTV.= ought to proceed.. In

other words, it is reasonable to assume that as preservice teacher

'education students becc=e more 4111ful in doqing with the behavioral

ro-P;rezent of students, then they-an better focus their skills on

D1P-rirg and L7:a.tenting instructimal procedures.

Table 3 vresents the data concerning .e _Professional Inten-

sity of the competoay Sireements. The Advanced Interactive category

is erel3Pr to the Integrative category -in the previous description,

with the exception that the Advaiaced r-active category reauired

students to spend larger blocks of time in the .instructional process.

It would appear, however, that the coding conVentionivere.Jnoi suf-f

ficientIy-detailed to separate Integrative ?ism Advanced Interactive,

or that there was little if any differenceRegardless, both eate-_

gories lacked up the sane .m2-uency agreements.

There is. no narked shift from Preparatory'to Initial Inteiac-

tive as the program -progressed. One would expect that field-based

teacher education students would spend less tip involved in develop-

ing skill; that are classified as prerequisites to teaching and nose

time in developing actual teaching skills as they proceed through

two-year program. Sueh was not the case.

Because the competency agreement process was develOped in

in effort to all* for a greater control by an intern of his/her

field experience, as well as to provide an opportunity for core

the data concerning the - source and individpolity of

competency agreements were examined (Table 4). Nearly boll' (42.8

per cent) of the competenlkagreemento were written fro; materials

provided by the university facty. This occurred with absolutely

17
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-no expectation of its occurrence by university program Personnel.

There was a slight tendeaoyfor more field-generated cosnetengy

agri;emcs to occur as the program proceeded, although this trend

ies not great Finpily, only 70 out of 642 (10.9 per cents competency

agreements were unique, that is, ope, of a kind. It can baergaed

-that shared OINIS teRay agrAtEneEs are icaily efficient, ,

remains that individn-though that claim is not mach. Yet, the fact

alizatio in its pure form did not occur at a high rate.

TRble 5 Presents the data cOncerring the -role of the nego-

ti:ator in the eaetert*. agreenent Process. Nearly 80 per cent of

the competency agreements were negotiated by school district person-
,.

nel. Usually, this was the Tea her Corps team leader, though c
some occasions other school personnel such as cooperating teachers

became involved. It was not unusual for-this '0 have occurred, as

school l-personnel were -prinariay responsible for the interns' field-

lased experience. AdditiarPily, the Sch661 is where .the intern spent

the gfeatest amount of time. -Also, there is a nmticeable shift 'from

school ;based universitrperemmel,to school district personnel as the

yrogram progressed. 1n other words, rare and nore of the responhibil-

ity for development of the preservice teachers program, at least that
_

portion thai as field-based] es asSuned;37 school personnel.

Parenthetically, it appeared to program Personnel that as the se-mes-
s:,

ters wentaby, school personnel became more interested in the interns'

Auniversity program, and were more willing to provide support to til-

varsity personnel in working with an intern who was having difficulty:

All in all, this was considered to be one of the rest positive

results of the entire endeavor.

The Instructional Planning and Management category was-

analyzed for children's subject matter content. This particu1cr

categbry was selected because it was the only category Where it

would have been logical for the intern to focus on the development

of instructional skills in a given subject matter area. These

results are presented inTable 6.
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The nost notable finding- is that nearly one -half (47.9 ter

cent) of the competency agreements in the Instructional Planning

and Nanag.. eategor5rhadeither no subject natter focus or the

coders couldn't discern wbelbaeFor not there was one. It -would be

an unwarranted extension of thaw.Aita to suggest that these were all

°process" competency agreements, yet there can be little doubt that

aegreat number of then fell into that category. Additionally, 'many

of the agreements in this area focused on the development of a slci.71

(.g., developing lesson plans) There the intern was given hisillsr

selection of the subject matter, and it-VSB never specified. In

these instances, the criteria for successful completion of the com-

petency agreements were not subject #gtter area .bedded.

The other data appear to be as .tine it exppet. The greatellt

bulk of subject natter cotPetency agreements wssin the reading and

oath areas, with science and social, studies trailing There subject'_

matter could be discerned', on/y,twel-ve competency agieements(3:2 per
- .

cent) fell into sitbjeet natter, areas outside those.listed. This.may

have been the resultOi the7strong emphasis in inner-:city.schools on .

basic skills for children.

Additional Analysis Using Personologeal Data

In an effort to gain- it -richer_ understanding of the competency

agreement dimension of -the. Eighth Cycle Syracuse Teacher Corps Pro-
. .

-gram, it was decided to cbmpare the competency agreement data -with .

other information. The process by which this oeeurred is relatively -

ie. simple, end prObaNy,as yet incomplete. The writers simply gathered

the other data that were availably and, after studying the descriptive

information presented earlier, posed.nuestions that fell within the

Scope of both sets, Although the questions were not totally capri- .

ciDUB, they'do reflect' hunches and observations held by program per-
.

.sonnel who spent two -years .working with the project. Certainly,

,there are other questions that could be'posed, and other analyses

23
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that could be made. No claim is nada that the following analyses.-

representibither a cocprehensive picture, or even a wise selection.

Orade Point Average

.,For purposes of analysis, the internAransdripts were analyzed

for be' education and noneducation grade point average. The mean

educat ; grade point average was 3.56 while the rean noneducation

grade point was 2.35. The deviation for the education grade

point (average was .25 while for the noneducation grade point average

it wag .42. The low standard deviation of the,education grade point

average rendered it less than helpful as an analytical tool. Because

the Pearson-Product-Uoment Correlation is sensitive to variance, and

because the education grade point average had such a limited variance,

it could not be used profitably for purposes of.pnAlysis. Also, by

ranking the education grade poidt averages, one blotted out tjhe

limited variance and ascribed a great deal of'importance to, grade

/.60fnt differences as low as .03- Consequently, only analyses or
lo

companions performed with the noneducation grade point average Will

be cited. The noneducation grade point averageqs essentially presagp

information, though th7e were spree mineducation courses taken by the

interns once entered in the program.
,

The question was asked4Rhether or not students with higher

noneducation grade point averages would complete more eompetency'
4

agreeents than those with lowbr grade point averages. A. rho corre-'

lation of .39) obtained (.01-> .601).

Also, the question was asked grade point average

could be used to predict the number of unique c9npetancy agreements

students might,perform,ir the "program Phase" that competency agree:

.Ments might be.initiated. (NOTE: For program phase analyses, the

p rogram was broken into twophases. The first phase included the

first-and second semester plus the sunmer,`and the second phase

included the third and fourth semester), A chi square was used to

test this question, 'with ;.rery liLitsd results. There was no significance

a4g.
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1'

wnen compering education grade point eve with the proportion of
,

unique competency agreements negotiated nor when commering noneduca-

tion grade point average with the program se that competency agree -

ments were negotiated. The comparison of edam" grade point.

23

.

average with program phase yielded a chi sgi4are of 4.7 (.2 > p

df = 3).

Age

61,

When comparing commetency agreements with intern age, several

findings emerged. Age was positively related to the number of com-

petency agreements completed (rs = .312, .05 > D > .02). Also, when

the comparison was made of age with program phase, it was discovered

that older students tended to completelmore competency-agreements in

the first phase of the program, while younger'Interns tended to coth,g0

plete more competency agreements toward theend of the program

(x2 = 8.172; .05 > p > ,02, df = 3). There was also a tendency for

age to distinguish between the interns' selection of content of cam-

petcncy agreements. der interns tended to negotiate less competency

agreements in theBehavioralY=nAgemeint/Instructional Planning and

,16nagementarea than did younger interns, with the most limited selec-
.

flan in the area of Inst' i-uctional Planning and lisinAgement (x2 = 6.667,

..1 > p > .05, df

Race
77-7

*NI

Because the children in the target schools were predominantly

black, the question was asked as to whether black iliterns would have

a tendency to become more interactively involved with children'than

would white irilerns. A chi square yielded nonsignificant,results, as
,

did the chi square comp,ring race with total number of competency

agreements negotiated.

25-



Sex

The'only analysis by sex was

whether rale or female interns would

competency agreements. The chi square

was nonsignificant:

related to the qUbstion of

negotiate a larger number:of

relating to this-question

Wasson-Glaser Critical
r IbinVing Appraisal

SeVaral auestions were asked related to the. results of. the

Wasson-Glaser Critical Thinking Appraisal, with little information

generated. Using chi square,it was folIncl that there was a tendency

for students who scored higher on 'the Watson-Glaser'to complete more

competency agreements during earlier phases of the uroirM

(x2 = 6.103;T.2 > p > ./, df"=,3). COmparisang attempting to utilize

the Watson-Glaser scores rel:rt/on to the number of competency

agreements done, the interactive uf-tuie of competency agreements, and

the number of unique competency egments performed were all nonsig-
.

nificant.

These data earlot be ovetgeneralized, yet they do suggest

that noneducatiet*rade point average as well as age can be predic-

tive of certain types of program achievements.

Discussion

" Any study that is post-hoc in nature,and limi dto an

analysis of information that' was generated for pro: -11.ticipurposes,

must suffer the vagaries of incomplete information nas well as'glaritg

vciata"holes. This study lls no exception. However, within the trade-

off, one obtains information that is directly related to an ongoing

program, and is directly related to that which ip feasible and that

whicl is. real. Again, this study is no exception.

Within the above context, certain finding's appear worthy of

highlighting. These include:

4
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1. The program encountered .en extended *down time"

82 wkideneedbi the rerked drop- in doncetency

agreements negotiated during'the third semester:.

This drop was unnotieedby program personnel.

2. interns did not negotiate many competency agree-

ments in either the Integrative or 44Avanded -

interactive categories.

3. There was a ra#ed shift over tine frommego-

tiation,of Behavioral Ihmagement to Instructional

Planning and 1,segment competency agreements.

4. ,Thre was a very linited.number of Unique comDe-
._

teney agreements negotiated.

5. "Mere was a marked shift over time from agree-

rents negotiated with university personnel to

agre. s negotiated withschool-based perso7n-,
04'

nel.

6. There were few eompetendy agreements-relating

to the development of skills in children's sub-

ject matter content.

7. Age land nonedgeation grade point average were

related to tAe"amount of work completed as well

as the rate at which the work was perforied.
4.

- This-was a unique and sliecialized program,, as most Teacher

Corps Dr o: are. The students were specs 11y seleeted and not

_ representative of the teadher'edueation studenti at'Syracuse Traver-

sity. The sqboolS were.carefaly selected and represented-predomin-

antly poOr andltdrpritx_comnmnity. Thy' field -based component of the .

'program was one-bslf time over two years. Consequently, one must be

very cautious in generalizing from these type of data.:- These constraints

-notwithstaiding,ithMre appears to be at least a glimnPr of,,implieatior;s

for program developers. in teacher educatioA.

at.
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First, it nay be that teacher education pro am.me

that students can integrateMany discordant components and adopt

an integrated teacm.ng'style without specific training in that pro-

cess. Teacher education programs err ear to have directed little

effort toward developing the Skills necessary for assumlnirtOtal

responsibility. 'In this Study, that fact was glaringly,

evident.

eeond, it appears that mregram developers should become

=ores ensitive to the sequencing of program components. This study

suggests that teacher education students perceive Skint in Behavioral

Vsmagement to be precursors to skills in Instructional Planning and

vion=gement. Although this is consistent with a good deal of eonven-

Yional wisdom evident for sit years, there is some questions as to

how well IT fits the seduenee of most teacher education pro_

Wroubtedly there are other sequencIng issues, not evident' in this

study, that programdevelopers should seek out and dev:elOp a sensi-

%ivitytonrier.----

Third, it appears that individualization'oftrrogran is not

synonymous with individual uniqueness of .programs. If one 'assures_.,. '

that in this study field personnel selected the Content of the :7-e=

tenqy agreements in relation to perceived needs of both the schools

and the students, thIn thv_1144ted number of unique eampaliEncy agree-
.

generated suggests that individnAlization can occur with a great

deal of commonality. Again, this probably ilresents a "common sense"

approach to program development, but at the kame time appears to con-

tradict a lot of the carrinrr thughiSconcerning:individ110-17,atIon

and personalization of teacher education programs.

Fourilwand one of the more incortant,implications of this. '
.

study, is that school district employeesare_xiiiing to assume'respqn----.4

sibility for teacher education. However, teacher edueation program -

mer must be sensitive to the fact that a good deal of naterial'ead

support fAF the university is still required. It-may be that although

school dist ct personnel want to become increasingly Involved in the

teacher trailing effori,they do not want to assume sole responsibility.
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.* A fifth irplicatioh for program de-k-elopzeitt suggests that

plerm-crs should be sensitive to -the dang.ig of blotting out subject

matter content in the development of eoppetencies-end skills It

migbt be that the intense involvement with reality simply.nitigates
.

against the development of instructional skills 1n subject natter

areas. Regardless of reason, field-based oproe4-dla developers probably'

ought to take steps necessary to ensure that cress such as Behavioral

Ps.T1Pgement do natcmerate at the expense of learning how to teach sub -

jects to children.

Firtolly, this study offers rrini'rn1 support for the TrP4nten-

enee of some of-the traditional -predictors of student success. It bas

been known for some tine that grade point average *edicts success on

university -es, but this study suggests that the entering grade

_point average night also be a fairly good predictor of not any

amount of work a student will do in a field -based environm&nt;

also the rate at which'a student will work. Although idioSyncratic

to this study in that there were a greater number of older students, .

one suspects that a question ought to be raised concerning the;age (and

implied maturity) of a student enteringateachei-education program.

It is possible that in traditional teacher- education pTogians). we

enter students,too young.

Imconclusiami, this study may well raise r9 re questions thah

it answers, but perhaps good post hoe field analyses are neat to do

that. Beyond the analysis of these, data, the writers would suggest

that research be initiated which attempts to relate the campus compon-

ent of a teacher education program to that which occurs in'the field.

Although not dealt with in this study, the suspicion clearly exists

that the 15711cges are scanty and the relationship too'lirrited:

The question also looms as to whether students who complete

programs such as Teacher Corps with an intense lnd extended field.;

based are, in fact,, different from students in a ,rthe

traditional program. The movement toward field-based teacher prepara-!,

Lion has been based on the implicit assumption that more field involve-

ment is not only different, but anybetter. Roth assumptions are
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`-cpen to question. Is, in fact, a field wed nrogram likely to pro -

duce tegbers with different F1411c6than a capus-based program.?

ind =ore incortant, are teacher education students involved in pro-

grs=s with a heavy field-based compmmt, in fact, -pore effective

teachers upon coracle Lion 9f the program? A corollary question asks-

whether the niogram is more.or-less efficient than traditionaLpro-

grans, as it is well known that they are more costly and more dew*

irg. of profession', tine and effort.


